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ABSTRACT 

This collection of descriptions of research at the 
Center for Research on Effective Schooling fcr Disadvantaged Students 
opens with "Center Seeks To Improve Education for Disadvantaged 
Students," a discussion of the mission of the Center to improve 
schooling for the disadvantaged through nev> knowledge and practices 
produced by rigorous scientific study and evaluation. Projects are 
outlined in the fields of early education, elementary education, and 
middle school and high school grades. "Tracking: Obsolete System 
Still Dominates School Organization" reviews recent research on 
tracking and ability grouping that shows disturbing trends in 
tracking and adverse effects on various minority and ethnic 
populations. "Second Year 'Success for All' Shows Large Reading 
Gains" follows the impressive reading achievement gains provided for 
disadvantaged students by the Success for All program at an 
elementary school in Baltimore (Maryland). "Success for All: The 
Research-Based Program Elements" provides additional details about 
the successful program. "Cooperative Learning for Language Minority 
Students" describes a bilingual program in Texas. "Racing against 
Catastrophe" reviews perspectives on disadvantaged students and 
school restructuring. (SLD) 
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Center Seeks To Improve Education 
for Disadvantaged Students 



The Center for Research on Effec- 
tive Schooling for Disadvantaged 
Students (CDS) has been established at 
the Johns Hopkins University as a 
national research center funded by the 
Office of Educational Research and Im- 
provement. The CDS mission is to sig- 
nificantly improve the education of 
disadvantaged students at each level of 
schooling through new knowledge and 
practices produced by rigorous scien- 
tific study and evaluation. 

"Scientific study and evaluation 
can provide a major basis for creating 
more effective schools for disadvan- 
taged students — those who tradition- 
ally have been underserved by our 
schools," according to Jomills Henry 
x Braddock II, Director of the Center. 

Center programs use scientific 
designs, measures, and methods to 
clearly test the impact of new educa- 
tional approaches and provide empiri- 
cal evidence on how to improve the 
education of disadvantaged students 
under different school conditions. 

CDS is conducting a concerted 
effort to identify and develop effective 
programs and practices that meet the 
needs of disadvantaged children at. all 



educational levels, from preschool 
through high school. The effort incor- 
porates special attention to the needs of 
language minority children and special 
attention to the roles of families and 
communities. 

Early Education 

The development of language use 
and comprehension in the early years 
forms the base for future learning and 
development as a student and as a per- 
son capable of understanding the world. 

Research has shown the value of 
preschool and the value of develop- 
mentally appropriate curricula. The 
goal should be preschool and kinder- 
garten for all educationally disadvan- 
taged children, but our preschools and 
kindergartens must focus on develop- 
mentally appropriate curricula that 
build strong language- acquisition. 

Thus CDS is working to develop 
such curricula and identify existing 
curricula ihat meet this goal. 

Elementary Education 

Wc need to improve the elementary 
school education of disadvantaged 



children. A large number of our child- 
ren enter middle and junior high school 
without the reading and comprehension 
capabilities needed to succeed. An 
equally large number enter middle and 
junior high school capable of doing 
math computations but incapable of 
applying problem-solving skills. 

These abilities — reading and prob- 
lem-solving — are the business of our 
elementary schools. For our disadvan- 
taged and at-risk children, the elemen- 
tary schools must provide a strong base 
in reading and problem-solving. 

Research tells us that there arc ef- 
fective elementary school programs and 
practices for disadvantaged children. 
CDS is expanding that research and 
applying it in an urban elementary 
school restructuring program that 
voices a strong commitment — by the 
end of third grade, all children will be 
at or above grade level in reading, 
writing, and mathematics. The second- 
year evaluation of this program — 
Success for All — is reported in this 
issue of the CDS Report. 

Other projects at the elementary 
school level are seeking to identify and 
develop effective tutoring programs, al- 
ternatives to repetition and retention in 
the early grades, and effective summer 
school models. Also, schoolwide 
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programs being implemented under 
revised Chapter 1 regulations are being 
examined for effects on the learning 
and development of disadvantaged 
student populations. 

Middle School Grades 

We've taken a giant step toward 
more effective schooling for our disad- 
vantaged children with the advent of 
the middle school — but only if we 
demand that middle schools take 
seriously the need to adapt their 
structures and activities to actually 
meet the unique needs of the early 
adolescents that they serve. 

CDS is v/orking toward the "stu- 
dent-centered" middle school — 
middle schools whose organization and 
instructional practices accomplish two 
essential elements — the strong aca- 
demic preparation of students for their 
high school studies and the personal 
development of students toward 
independent and responsible young 
adulthood. 

CDS work in middle schools is 
seeking to develop and implement 
effective programs that disadvantaged 
students will find relevant and even 
exciting, and which will give them the 
reading and comprehension skills that 
will help them escape the cycle of 
failure. 

CDS is working to develop and 
evaluate the following elements for 
inclusion in middle school practice. 

1) Interdisciplinary teams of 
teachers and a specific adult advisor for 
every student, to provide a positive 
human climate in the middle school. 

2) Revised curricula in reading and 
mathematics that encourage more 
active participation by students fn their 
own learning and are based cn materi- 



als appropriate to adolescents' interests. 

3) Alternatives to failure and non- 
promotion that provide immediate help 
to students who need it. 

4) Improved evaluadon procedures 
that recognize student progress or 
improvement while maintaining high 
overall standards. 

This is the CDS vision of the 
student-centered middle school. And 
the structures and practices that create 
such schools are within our reach. 
Some exist already in exemplary 
middle schools, some need to be 
developed from the research base. We 
need to put them together, we need to 
evaluate them thoroughly to be sure of 
the effects, we need to implement them 
nationwide; then our middle schools 
can become a real part of the solution 
to more effective education for disad- 
vantaged students. 

H^h School Grades 

Changes can be made in high 
schools to make them more effective 
environments for disadvantaged 
students. 

We can identify and develop alterna- 
tives to tracking, that great sorting 
mechanism that keeps disadvantaged 
students at the lower levels of our 
system. (See article in this issue.) 



We can find alternatives to reten- 
tion, that overly prevalent school 
practice that pushes disadvantaged 
students into dropping out. 

We can identify and develop the 
mechanisms that improve the transition 
of our high school students from 
education to work — the processes by 
which we can insure that our "forgotten 
half of students enter the world of 
employment in career-oriented work, 
whether that work be with the hands or 
with the mind or with both. 

The CDS vision is that we can find 
these alternatives and these more 
effective practices, and we can prove 
that they are beticr than the things we 
arc now doing, and high schools 
nationwide will become more effective 
places for not only our disadvantaged 
students but for all students. 

More To Do 

There arc two other important areas 
of CDS work. First, the needs of lan- 
guage minority children and the needs 
of American Indians deserve special 
attention. CDS programs are research- 
ing and developing adaptations of 
cooperative learning for use in schools 
to improve the academic and affective 
outcomes for these populations, and 
developing and evaluating a commu- 
nity-based program to promote the 
literacy of Hispanic adults and children. 



"The CDS vision is that we can find these alter- 
natives and these more effective practices, and 
we can prove that they are better than the things 
we are now doing, and high schools nationwide 
will become more effective places for not only 
our disadvantaged students but for all students. " 



"We need to apply science to the improvement of 
education for disadvantaged students. Careful and 
rigorous scientific evaluation of educational prac- 
tices and programs will tell us what works. " 



A separate article in this issue 
describes the early work in implement- 
ing cooperative learning processes in 
schools in El Paso, Texas. This work is 
being carried out by researchers at the 
University of Santa Barbara in Califor- 
nia. Work on using cooperative 
learning instructional processes in 
Indian education is being conducted by 
Northern Arizona University. 

Second, although the nation's 
schools are the focal point for improv- 
ing education for disadvantaged 
students, much more can be accom- 
plished if we can harness the power of 
the family and the community into 
pulling toward the same goal. 

In the past few years, parents and 
communities have increasingly come to 
recognize the need for their involve- 
ment and their cooperation. The job 
now is to create and develop and 
implement the school-family-commu- 
nity collaborative efforts that will 
actually make a decisive difference in 
the education of our disadvantaged 
students. At CDS, we think schools 
can do much more to initiate and 
evaluate these collaborations, prove 
their worth, and provide exemplary 



models to vasdy strengthen school- 
family-community connections 
nationwide. 

Some Guiding Principies 

The time is appropriate for solu- 
tions. Much knowledge exists, some 
exciting programs exist, the compo- 
nents for building more effective 
programs and practices exist, and 
research bases exist from which 
effective programs and practices can be 
built. 

We need to work at all levels of 
schooling because we have ineffective 
education for disadvantaged students at 
all levels of schooling, and improve- 
ment in most cases occurs at the school 
building level. 



We need to apply science to the 
improvement of education for disad- 
vantaged students. Careful and 
rigorous scientific evaluation of 
educational practices and programs will 
tell us what works. When we know 
what works, we can confidently move 
to the national implementation of what 
works by collaborating with local 
schools and districts nationwide on the 
process of adopting and adapting to 
meet regional and local needs. 

Implicit in these guiding principles 
is the need for collaboration among 
researchers, school and district prac- 
titioners, families, communities, 
federal, state, and local policy makers, 
and education interest groups. 



Tracking: Obsolete System Still Dominates 
School Organization 



"There may have been a time when 
curriculum tracking in schools did 
actually coincide with the needs of the 
society and the economy outside of 
schools — that is, a number of aca- 
demically proficient students were 
needed to pursue further education and 
careers that depended upon that 
education, while a number of non- 
acadcmically oriented students were 
needed to enter the workforce directly 
and perform the important and even 



well- paying jobs that required less 
education. 

"This situation has changed dramati- 
cally, but curriculum tracking still 
exists." 

This condemnation of tracking in 
schools as an obsolete organization is 
voiced by CDS researcher Jomills 
Henry Braddock 11, based on his re- 
search on trac.cing and ability grouping 



in American schools. Braddock's 
findings show disturbing trends and 
effects for various student populations, 
including African American, Hispanic, 
American Indian, Asian American, and 
even majority white students. 

The research examines ten-year 
trends in tracking, the current status of 
tracking and ability grouping, and the 
effects of track placement on young 
adult literacy. 
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"...placement in the higher academic track as op- 
posed to placement in the lower general and voca- 
tional tracks has substantial positive effects on 
prose, document, and computational literacy for 
young adults, while placement in general and voca- 
tional tracks has substantial negative effects on 
these literacy measures. " 



Ten-Year Trends 

The study compares k<gh school 
curriculum tracking for African Ameri- 
can, Hispanic, and white students from 
1972 to 1982, using High School and 
Beyond (HSB) data and National 
Longitudinal Study of the High School 
Class of 1972 (NLS) data. 

The major trend over t l ie 1972-82 
period for both African American and 
Hispanic students was to continue, 
compared to whites, to be under- 
represented in academic tracks and 
over-represented in vocational tracks. 
Compared to whites, they did make 
some gains in representation in trie 
academic track — but these gains were 
due mainly to a decrease in white 
students in the academic track (from 
52.5 percent in 1972 to 40.9 percent in 
1982). 

Braddock summarizes: "... move- 
ment toward parity with white students 
by African American and Hispanic 
students from 1972 to 1982 docs not 
reflect that more of these students 
moved into the academic track in that 
ten-year period; it mostly reflects the 
fact that white students shifted in 
substantial numbers from academic 
tracks to general and especially 
vocational tracks from 1972 to 1982." 

The study also examined the 1982 
data to compare the status of tracking 
for American Indian and Asian 
students. Compared to white students, 



American Indian students were in the 
academic track at a 54 percent lower 
rate and were in the general track at a 
62 percent higher rate. Asian students 
were in the academic track at a 42 
percent higher rate than whites and 
were in the general track at a 26 percent 
lower rate. 

Ability-Grouped Class Assignment 
and Curriculum Tracking 

Between -class ability grouping 
begins in the elementary grades. By 
grade seven, Braddock finds, about 
two-thirds of all schools that include 
grade seven rei>ort using at least some 
between-class ability grouping — and 
20 percent of these schools report that 
all of their seventh grade classes arc 
ability-grouped. This practice of ability 
grouping for all subjects is more 
prevalent in schools that have sizable 
(more than 20 percent) enrollments of 
African American and Hispanic 
students. 

At the high school level, tracking is 
double trouble — students are not only 
relegated into general, vocational, and 
academic tracks, they are further 
grouped by ability into separate class- 
rooms within those tracks. At this 
level, Braddock finds a litany of nega- 
tive outcomes for race-ethnic groups. 

• African American students in the 
academic track compared to white 
students are underrcpresented in 
the top math/science classes (34 



percent vs 39 percent), English 
classes (30 vs 36 percent), and 
social studies classes (37 vs 43 
percent). They are overly placed 
in remedial English and remedial 
mathematics. 

• American Indian students arc sig- 
nificantly overrepresented in 
remedial English and remedial 
mathematics. 

• Hispanic students are significantly 
overrepresented in remedial 
English, remedial mathematics, 
and special education courses. 

• Asian American students axe the 
exception. They arc significantly 
overrepresented in honors mathe- 
matics, and arc not overrepre- 
sented in remedial or special 
education courses. 

Tracking Effects oti Literacy 

"Young adult literacy is strongly 
affected by high school curriculum 
tnck placements," Braddock notes. 

He analyzes the effects of track 
placement for the race-ethnic sub- 
groups on three dimensions of adult 
literacy as defined by the National 
Assessment of Educational Progress 
(NAEP) — prose literacy, document 
literacy, and computational literacy. 
The findings "show clearly that 
placement in the higher academic track 
as opposed to placement in the lower 
general and vocational tracks has 
substantial positive effects on prose, 
document, and computational literacy 
for young adults, while placement in 
general and vocational tracks has sub- 
stantial negative effects on these 
literacy measures." 

Braddock notes that, "... these 
effects remain after we conlrol for 
educational attainment and social 



background." Thus "tracking itself, 
over and above other factors, is 
responsible for a significant portion of 
the disparate outcomes." 

Time for Change 

Braddock's research shows that 
curriculum tracking is an anachronistic 
organizational structure that may have 
once served a practical purpose but no 
longer docs. The effects of tracking are 
especially negative for African Ameri- 
can, Hispanic, and American Indian 
subgroups. 

The plight of American Indians is 
"no new concern," Braddock notes. 
"The historic ineffectiveness of Ameri- 
can schooling for this disadvantaged 
population is well documented." 
Tracking is part of that ineffectiveness. 



Braddock notes that African 
American and Hispanic subgroups 
"constitute our largest minority popula- 
tions and the future economic health of 
the country depends upon their access 
to a high quality education." Tracking 
does not provide this access. 

The general success of Asian 
American students in curriculum- 
tracked schools is not entirely positive. 
The national media report, Braddock 
notes, that their success "...is creating 
social backlash against this population 
and bodes ill for the successful integra- 
tion of Asian American children into 
the fabric of American society." 

At the same, time, their general 
success "obscures the fact that some 
Asian American subgroups are as edu- 
cationally disadvantaged as the African 
American, Hispanic, and American 
Indian subgroups." 



Finally, Braddock's analysis of 
trends over ten years found a large 
decrease of white students in the 
academic track with corresponding 
increases in general and vocational 
tracks. This shift, he notes, "...could 
easily be viewed as a major shift from 
being advantaged to being less advan- 
taged or even disadvantaged in terms of 
educational opportunities to learn." 

Reference 

Braddock, Jomills H. II. Tracking: 
Implications for Student Race- 
Ethnic Subgroups. Baltimore MD: 
The Johns Hopkins University, 
Center for Research on Effective 
Schooling for Disadvantaged 
Students, Report No.l, February 
1990. ($4.50). 



Second Year "Success for All" Shows Large 
Reading Gains 



Iti its second year of implementation 
in Abbotlston Elementary School in 
Baltimore City, the Success for All 
school restructuring program continues 
to rack up impressive reading gains by 
disadvantaged students in first- through 
fourth-grade. 

Lowest-achieving first-graders — 
the 25 percent who scored in the 



bottom quartile of their class on 
pretests — show the most impressive 
and exciting advances. Two years of 
Success for All has them reading at a 
1 .8 grade equivalent — almost grade 
level. 

They far outscore their matched 
control school counterparts on indi- 
vidually administered reading tests, 



with a mean (and almost unthinkable) 
effect size of +2.37. On average, they 
score at the 46lh percentile on the 
reading tests, compared to average 
scores at the 8th percentile for matched 
low achievers in the comparison 
school. 

Success for All at the disadvantaged 
inner-city elementary school is 2 col- 
laborative effort of die Baltimore City 
Pubiic Schools, the local Abell Founda- 
tion, and CDS. 

The program restructures the urban 
elementary school with one commit- 
ment in mind: Do everything necessary 
to insure that all students will be 
performing at or above grade level in 
reading, writing, and mathematics at 
the end of third grade. The program 



Lowest-achieving first-graders — the 25 per- 
cent who scored in the bottom quartile of their 
class on pretests — show the most impressive 
and exciting advances. Twoyears of Success for 
All has them reading at a 1.8 grade equivalent — 
almost grade level, " 
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concentrates resources in grades pre-K 
to 3 and uses instructional programs 
based on the best available research. 

The research-based school programs 
include onc-on-one tutoring, regroup- 
ing for reading, a family -support team, 
frequent assessments of learning with 
immediate help on problems, use of an 
innovative beginning reading program 
and a Beyond the Basics reading pro- 
gram, and more. 

The evaluation of second-year 
results was conducted by CDS re- 
searchers Robert Slavin, Nancy 
Madden, Nancy Karwcit, Lawrence 
Dolan, and Barbara Wasik, using indi- 
vidually-administered standardized 
'cading achievement tests and the 
group-administered California 
Achievement. Test (CAT) given by the 
district. 

Effects on Reading 

Students at all grade levels outper- 
formed students in a matched control 
school. Effect sizes for the differences 
in reading performance on the individ- 
ual tests for first, second, third, and 
fourth grade Success for All students 
were +.76, +.28, +.38, and +.38, 
respectively. Effect sizes on the CAT 
favoring Success for All students were 
not significant in the first and second 
grade, but measured +.53 and +.73 for 
third and fourth graders, respectively. 

"Effect sizes of more than .20 are 
generally considered to be 'education- 
ally meaningful," the CDS researchers 
noted. 

Effects on Retention 

It's almost unfair to compare 
retentior is in S uccess for All 
schools v.;ih retention rates in control 
schools — one of the stated policies of 
Succcess for All is that retention will 



be avoided as a way of responding to 
low student achievement. 

It's the Success for All program 
elements that reduce retention, how- 
ever. The reading program regroups 
students across grade levels, so students 
don't need to be retained if reading is 
their only shortcoming. Also, the 
strong tutorial support program attacks 
reading problems directly. 

The effects on student retention arc 
particularly strong at Abbottston. This 
school retained 34 students in grades 
K-5 in the year prior to beginning 
Success for All, retained eight students 
after the first year of use, and retained 
four students after the second year. 

Over all the Success for All sites 
(sec below), retention was reduced by 
an average of 24 percent after one year 
of the program. In matched control 
schools, the number of students 
retained increased by an average of 17 
percent. 

Effects on retention may be "... of 
great importance in assessing the cost 
effectiveness of Success for All over 
time," the researchers note, "but it 
would be inappropriate to extrapolate 
from one-year trends to make this as- 
sessment." 



"There is clear evidence 
that the longer students 
are in the program, the 
better they do — the 
effects are cumulative." 



The ultimate goal of the Success for 
All program is to restructure the inner- 
city elementary school so that all 
students who begin in prc-K are 
achieving at grade-level or above in 
basic skills (especially reading) by the 
end of third grade, and maintain those 
skills at grade-level through the end of 
elementary school. The accomplish- 
ment of this goal will be assessed by 
examining the progress of children who 
began pre-K at Abbottston in the 1987- 
88 school year, and who arc thus now 
in first grade. 

"The program is headed in the right 
direction," the researchers say. "There 
is clear evidence that the longer 
students are in the program, the better 
they do — ■ ihe effects arc cumulative. 
Also, the very positive effects seen in 
the third and fourth grades indicate that 
student success can be accelerated even 
further." 

Further Research 

Altogether, the CDS Early and 
Elementary Education Program is 
working with nine inner-city elemen- 
tary schools to implement and evaluate 
the effects of Success for All and its 
components on student achievement. 
The five-year evaluation at Abbottston 
Elementary began in 1987, so students 
are now in the third year of the pro- 
gram. 

A five-year evaluation with funding 
help from the France-Mcrrick Founda- 
tion began at City Springs Elementary 
School in Baltimore in the 1988-89 
school year. This replicates the use of 
the full Success for All model in an 
inner-city elementary school that is 
among the poorest in the city. First- 
year results show improved leading 
achievement similar to the improve- 
ment shown at Abbottston in its first 
year. 
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Versions of Success for All that 
require less funding were also imple- 
mented at the beginning of the. 1988-89 
school year in four other Baltimore 
City elementary schools. These 
versions mainly run with fewer 
personnel, bringing Success for All 
costs down to where tlicy can be 
covered using only the school's normal 
Chapter 1 funding. 

The CDS researchers also find 
reading achievment effects for these 
schools compared to control schools. 
The effects are smaller than those seen 
at Abbottston, for two reasons: These 
schools have completed less than one 
year of implementation, and less 
funding means fewer one-to-one 
tutoring sessions for the students. 

A third part of the Success for All 
evaluation is the study of the compon- 
ents of the restructuring program. In 
two schools evaluating the Success for 
All beginning reading curriculum, the 
researchers note, "...this component in 
itself increased the reading achieve- 
ment of first-graders compared to con- 
trol students by effect sizes of +.23 on 
ind'vidually administered measures and 
+.29 on the California Achievement 
Test." 

Finally, implementation and 
evaluation of Success for All is also 
occurring at an inner-city elementary 
school in Philadelphia which serves a 
large population of Cambodian 
students. This evaluation is examining 
the effectiveness of Success for All in 
increasing the reading achievement of 
language minority students. Results for 
the first year will be reported in the 
next issue of the CDS Report. 

References 

Slavin, Robert E., Madden, Nancy A., 
Karwcit, Nancy L., Dolan, Lawrence, 
and Wasik, Barbara. Success for All: 



Funding Success for AH 

The full Success for All program concentrates "significant additional 
resources at the early grade levels to ensure that all children reach the 
third grade with adequate skills," the CDS researchers note. 

The program at Abbottston b funded by the school's Chapter 1 
money plus about $400,000 in Chapter 2 funds. The program at City 
Springs is funded by the school's Chapter 1 money and about $370,000 a 
year from a local foundation (France- Merrick). This is about SI 000 per 
student more than the yearly city per pupil expenditure, but it's actually 
less than the average state per pupil expenditure. 

Yes, Success for All is designed for use by disadvantaged schools — 
schools that ordinarily don't have access to this kind of money. 

Success for All researchers reconcile this disparity in three ways — 

(1) they argue that these schools should and can get the funding, 

(2) they are evaluating a streamlined model that can be implemented 
using Chapter 1 funds only, and (3) they arc evaluating program 
components so that effective elements can be used even when the full 
program cannot. 

First-year achievement gains for the Chapcr- 1 -only funded sites and 
for the beginning reading component show that the second and third 
strategics arc viable. Which leaves the argument that disadvantaged 
schools should and can get the increased funding. 

"If we can show substantial and lasting gains," the researchers say, 
"the additional resources expended will be compensated for by 
significantly reduced needs for special education, remediation, and 
retentions throughout the grades." 

This viewpoint is supported by previous economic studies that have 
;howti how effective education could save mega-dollars in state and 
national social services, welfare, unemployment, and criminal justice 
costs, as well as boosting national productivity. 

The researchers also note that "...if we can establish that all inner-city 
children can leam with adequate resources and effective programs, 
additional sources of funds may be forthcoming to provide these 
resources and programs." 



Effects of variations in duration and 
resources of a schoolwide elemen- 
tary restructuring program, Balti- 
more MD: Center for Research on 
Effective Schooling for Disadvan- 
taged Students, The Johns Hopkins 
University, Report No. 2, February 
1990. ($5.00). 

The results of the first year of 
implementation of Success for All at 



Abbottson Elementary arc also avail- 
able. 

Madden, Nancy A., Slavin, Robert E., 
Karwcit, Nancy L., and Livermon, 
Barbara J. Restruciurin,; the urban 
elementary school. Educational 
Leadership, Volume 46, Number 5, 
February 1989. (No cost for one 
reprint.) 



Success for All: The Research-Based Program 

Elements 



Success for All is a philosophy 
backed up by research-based instruc- 
tional programs. The philosophy is one 
that is often stated but less often acted 
upon — al! children can learn. 

From L'lis philosophy comes a 
schoolwide commitment that all 
children will learn — not some, not 
many, not most, but all. And Success 
for All then puts this commitment into 
operational terms: By the end of third 
grade, all children will be performing 
on grade level in the basic skills of 
reading, language, and mathematics. 
By the end of third grade, all children 
will have the foundation of basic skills 
necessary for success in later grades 
and in later life. 

Meeting this commitment requires a 
school program wilh many elements. Tl 
must stress prevention of learning 
problems by engaging parents in 
support of school success and by using 
the best available classroom instruc- 
tion. It must stress intensive and 
immediate interventions to correct 
learning problems when they first 
appear and are small enough to do 
something about. 

The elements of the Success for All 
program address these principles. They 
include provision of preschool and 
kindergarten, a family support team, an 
effective reading program, reading 
tutors, individual academic plans based 
on frequent assessments, a program 
facilitator, training and support for 
teachers, and a school advisory 
committee. 

Preschool and Kindergarten 

The Success for All school provides 
a half-day preschool and a full-day 



kindergarten, both focused on providing 
a balanced and developmentally 
appropriate learning experience for 
young children. 

The curriculum emphasizes the 
development and use of language, 
balancing academic readiness anc : 
music, art, and movement activities. 
Readiness activities include use of 
Pcabody Language Development Kits 
and the Story Telling and Retelling 
(STaR) program in which students 
retell stories read to them by teachers. 
Pic-reading activities begin in the 
second semester of kindergarten. 

Family Support Team 

Two social workers and one home 
liaison work full-time in the school. 
This team provides parenting education 
and works to involve parents in 
supporting their children's success in 
school. They provide family support 
assistance for children who arc not 
receiving adequate sleep or nutrition, 



who need glasses, who are not attend- 
ing school regularly, or who have 
serious behavior problems. 

Many studies have found that 
children achieve better when parents 
support their academic efforts. The 
work of the Family Support Team is 
directed toward encouraging and 
structuring that support. 

Reading Program 

Students in grades 1-3 arc regrouped 
for90-minute reading periods each day 
into classes of 15 students who arc all 
at the same reading level. Thus each 
reading class might contain a mis of 
rust -, second-, and third-graders, but 
each child would be at the same 
reading level. 

This regrouping is a form of the 
Joplin Plan, which has been shown to 
increase reading achievement in the 
elementary grades. 



The CDS Report isdistributed atnocharge. Its purpose is to provide 
interested educators with summaries of research results. Full reports of 
CDS studies, cilcd in the References section of each article, may be 
ordered from the Center at the cost indicated. 

CDS is funded primarily by the Office of Educational Research and 
Improvement (OERI), United States Department c f Education. The 
opinions expressed do not reflect the policy of OERI or other funding 
agencies, ana no official endorsement should be inferred. 

Coinmcn! bout the Report and requests to be placed on the mailing 
list should be directed to John H. Hollifield, Editor, CDS Report, Center 
for Research on Effective Schooling for Disadvantaged Students, The 
Johi s Hopkins University, 3505 North Charles Street, Baltimore, Mary- 
land 21218. 
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The reading program itself is based 
on the best available research. It 
focuses on making every child literate, 
beginning with the development of 
language and comprehension skills in 
preschool and kindergarten. 

Beginning in the middle of their 
kindergarten year and continuing until 
they reach reading level 2-1, the child- 
ren leam auditory discrimination, 
sound recognition, and sound blending, 
using phonetic minibooks rather than 
basals. They often work together in 
pairs, reading to one another and 
working on "share sheets." They read 
high-interest trade books in school and 
at home. 

At the reading level 2-1, children 
begin a form of the Cooperative Inte- 
grated Reading and Composition 
(CIRC) program. They work in small 
teams in which they read to one 
another; identify characters, settings, 
problems, and problem solutions in 
narratives; summarize stories, and 
write. 

Reading Tutors 

The Success for All program 
includes six tu ors for the 300 students 
in grades K-3. Each tutor works one- 
on-onc with a total of eleven students 
ocr day. 

First-graders get priority for the 
tutoring, however, on the assumption 
that the primary function of the tutors is 
to help all students be successful in 



reading when they first begin — suc- 
cess which would negate the need for 
tutors in subsequent grades. 

The tutors are certified, experienced 
teachers. They work one-on-onc with 
children who are having trouble keep- 
ing up in their regular reading groups. 
The tutoring is conducted in 20-minute 
sessions taken out of an hour-long 
social studies period and addresses the 
objectives being covered in the regular 
reading curriculum. 

During the 90-minute reading 
periods, the tutors serve as additional 
regular reading teachers. They 
coordinate their tutoring activities with 
the activities of the regular reading 
teachers through the use of specific 
information forms and scheduled 
meetings. 

Individual Academic Plans 

Every eight weeks, based on assess- 
ment of progress by the reading teach- 
ers, Individual Academic Plans arc 
developed for each student to deter- 
mine who is to receive tutoring, to 
suggest olher adaptations in a child's 
program, and to identify children who 
may need special assistance, such as 
family intervention or screening for 
vision or hearing. 

Program Facilitator 

A Program Facilitator works at the 
school full time to coordinate the 
operation of Success for All. The 



Facilitator works with the principal to 
plan and schedule the program, and 
visits classrooms and tutoring sessions 
frequently to help with individual 
problems. 

The Facilitator works with individ- 
ual children when needed to find 
strategies for helping them, helps 
teachers and tutors deal with behavior 
problems, and coordinates the activities 
of the Family Support Team with those 
of the instructional staff. 

Teacher Training 

The teachers and tutors are regular 
Baltimore City teachers. They received 
two days of inservice at the beginning 
of the year and work from detailed 
teachers' manuals to carry out the 
Succcss-for All program. Several brief 
inscrviccs were provided during die 
year on topics such as classroom man- 
agement, instructional pace, and imple- 
mentation of the reading curriculum. 

Advisory Committee 

An advisory committee meets 
weekly to review the progress of the 
program. The committee includes the 
school principal, the Program Facilita- 
tor, a teacher representative, asocial 
worker, and the Johns Hopkins research 
staff. 

A packet is available from CDS that 
provides further information about ihe 
Success for All program. 



Cooperative Learning for Language Minority Students 



Cooperative learning has often been 
proposed for use with language minor- 
ity students. Now researchers at the 
University of Santa Barbara in Califor- 
nia are putting that proposal to the test 



as part of llicir w ork in the Language 
Minority Program of CDS. 

The Santa Barbara researchers, 
working with the Ysleta Independent 



School District in El Paso, are develop- 
ing and implementing Bilingual CIRC 
(Cooperative Integrated Reading and 
Composition). The original CIRC 
program has been shown to increase 
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student reading and writing achieve- 
ment in grade levels two to six. 
Bilingual CIRC, according to re- 
searcher Margarita Caldcron, is based 
on principles of first and second 
language acquisition, literacy develop- 
ment for language minority students, 
and staff development programs for 
bilingual settings. 

The Bilingual CIRC program 
consists of three main elements: basal- 
related or literature-related activities; 
direct instruction in reading compre- 
hension; and integrated language arts, 
reading, and writing. 

Students work in heterogeneous 
learning teams in all these activities, 
and all activities follow a regular cycle 
of teacher presentation, team practice, 
independent practice, peer prc- 
asscssmcnt, additional practice, and 
testing. 



The CIRC process allows teachers 
to "keep track of their English, Spanish, 
and transitional readers in an efficient 
and effective manner," says Caldcron. 
Students are engaged in meaningful 
and challenging activities at all times, 
and time on reading increases greatly. 

Calder6n notes that "curriculum and 
instructional adaptation have been the 
biggest drawbacks for teachers of 
language minority students" in using 
cooperative learning strategies. The 
Ysleta project has adapted the CIRC 
process to the Macmillan Transitional 
Reading Series by merging the basal 
reader's activities with CIRC strategics 
and by developing "treasure hunts" — 
question and answer activities — for 
each of the stories contained in the 
basal. 

Treasure hunts arc also being 
developed for the most widely used 



children's literature in Spanish and 
English at each grade level. 

To promote instructional adapta- 
tion, the project, is conducting extorsive 
staff development and training and 
monitoring the use of cooperative 
learning through five stages of implem- 
entation — th ? progression of teachers 
and students through student social 
skill development, teaching strategics, 
monitoring and feedback, grading and 
evaluating, and quality of interaction. 

Reference 

Caldcrrjn, Margarita. Cooperative 
learning for Limited English Profi- 
cient Students. Baltimore MD: 
Center for Research on Effective 
Schooling for Disadvantaged 
Students, The Johns Hopkins 
University, Report No. 3. March 
1990 ($3.00). 



Racing Against Catastrophe 



By the year 2020, about half of the 
students in American schools will, 
under current definitions, be education- 
ally disadvantaged. 

Populations of traditionally educa- 
tionally disadvantaged children — 
children who arc African American or 
Hispanic, who arc poor, who live in 
single- or no-parent homes, who live 
with mothers who have not completed 
high school, and who have a primary 
language other than English — will 
make up an ever increasing portion of 
American schoolchildren. 

Of course, not all children in these 
groupings are educationally disadvan- 
taged, but each of these measurable 
characteristics is associated with low 
levels of educational achievement. 



CDS researchers Gary Natriello, 
Edward McDill, and Aaron Pallas 
document the current numbers, the 
projections, and the implications for 
schools in Schooling Disadvantaged 
Children: Racing Against Catastrophe. 
They also review educational and 
social programs designed to address the 
needs of disadvantaged students from 
preschool through secondary school, 
how new information can be developed 
to help schools work with disadvan- 
taged students, and how schools can be 
restructured to meet the needs of 
disadvantaged students. 

The Current and Future Outlook 

Natriello, McDill, and Pallas review 
the different perspectives on disadvan- 
taged students that have been popular 



over the last 35 years. They then 
describe the current conditions of the 
educationally disadvantaged and 
prospects for the future. 

Based on current and projected data 
from the U.S. Bureau of the Census, the 
researchers show that: 

• In 1988, Hispanics comprised nearly 
1 1 percent of the 0- 1 7 year olds; by 
2020, the projection is 28 percent; 

• In 1988, African Americans com- 
prised 15 percent of the 0- i 7 year olds; 
by 2020, the projection is 16 percent; 

• From 1987 to 2020, the number of 
children living in poverty is expected to 
increase from 12.4 million to 16.5 
million; 
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* From 1987 to 2020, the number of 
children not living with both parents 
will increase from 16.9 lo 19.9 million; 

• From 1937 lo 2020, the number of 
children living with mothers who have 
not completed high school is expected 
to increase from 12.7 to 17.9 million; 
and 

" From 1986 to 2020, the number of 
children speaking a primary language 
other than English is expected to 
increase from about 2.1 million to 
about 5.5 million. 

Educational and Social Programs 

The researchers review educational 
and social programs from preschool 
through secondary school that have 
been designed and implemented to 
address the problems of the disadvan- 
taged. They note that "the practices 
assembled into specific programs offer 
a wcalih of ideas about the ways to 
respond to the needs of disadvantaged 
youth." 

This is particularly true in the 
preschool and elementary areas. First, 
evidence abounds that promoting the 
health care of disadvantaged mothers 
and their children can positively affect 
a variety of children's educational 
outcomes, including 1Q, school atten- 
dance, and academic performance. 

Second, twenty-five years worth of 
evidence exists that well-designed and 
carefully implemented preschool 
programs have measurable short-term 
effects on cognitive variables and 
significant long-term effects on 
affective outcomes such as self-esteem 
and achievement values. 

Third, a growing body of research 
indicates that effective practices and 
programs arc available at the 
elementary level in many categories: 



continuous progress, cooperative 
learning, individualized instruction, 
tutoring, diagnostic-prescriptive, and 
computer-assisted instruction. 

In short, from pre-natal care through 
elementary school, the research base 
exists for providing effective education 
to disadvantaged students. What 
doesn't yet < ' is the will and capabil- 
ity to implement our research -based 
knowledge and programs throughout 
our schools. 

Secondary School Programs 

The researchers note that as they 
move from examining preschool to ele- 
mentary to sccondaryprograms, the 
research base on the effectiveness of 
programs becomes "increasingly 
weaker." At the secondary level, they 
note, "most programs have r.ot been 
systematically evaluated." 

Natricllo, McDill, and Pallas investi- 
gate programs at the secondary level to 
enhance the educational achievement 
and attainment of disadvantaged 
students under four broad categories: 
those that provide opportunities for 
academic success, those that provide 



positive social relationships, those that 
enhance the relevance of school to 
students' future lives, and those that 
mitigate the negative effects of per- 
sonal problems brought on by condi- 
tions and factors outside the school. 

The programs they examine that 
represent these four categories include 
the Summer Training and Employment 
Program, Upward Bound, Middle 
College High School (an alternative 
school), the Job Corps, the Boston 
Compact, I Have a Dream, the Chicago 
Area Project, e,id the New York City 
Dropout Prevention Initiative. 

Overall, evaluations of the effects of 
these programs do not find the consis- 
tently positive effects that were found 
for preschool and elementary programs, 
cither because the evaulalions have 
problems with their methodology, or 
the programs are having trouble with 
implementation, or the programs affect 
some outcomes but not others. 

Given these caveats, Natriello, 
McDill, and Pallas find most of the 
programs to be promising and worth 
further refinement and study. Also, 
they view the programmatic approaches 



The researchers examine three sets of new di- 
rections that schools and policy makers can take to 
improve the education of disadvantaged students 
— the development of stronger data on the actual 
school experiences of disadvantaged youth, re- 
structuring schools so they are more responsive to 
all students and disadvantaged students in par- 
ticular, and the development of a strong federal 
policy to support ' 'the new three R's — resources, 
restructuring, and research." 
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as providing "information needed to 
develop solutions to the educational 
problems of disadvantaged youth and 
insights to guide the development of a 
comprehensive strategy for more 
effectively meeting the challenge they 
present to schools." 

New Directions 

The researchers examine three sets 
of new directions that schools and 
policy makers can take to improve the 
education of disadvantaged students — 
the development of stronger data on the. 
actual school experiences of disadvan- 
taged youth, restructuring schools so 
they are more responsive to all students 
and disadvantaged students in particu- 
lar, and the development of a strong 
federal policy to support "the new three 
R's — resources, restructuring, and 
research." 

An army may travel on its stomach, 
but educational improvement has to 
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travel on an information base. In order 
to be responsive to students, the 
researchers note, "each level of the 
educational system must have the 
capacity to collect systematic data on 
students and their needs." They 
suggest strategies for effective collec- 
tion and use of such data at the na- 
tional, state, district, school, and 
classroom levels. 

The approach to restructuring 
suggested by the researchers begins 
with defining the needs of students, 
especially disadvantaged students, and 
asking what changes in the formal 
organizational properties of schools to 
better meet those needs will lead to 
improved learning. 

They propose seven strategies for 
restructuring which, they note, are "all 
designed to enhance the certainty with 
which schools develop and deliver 
educational resources to students, 
particularly disadvantaged students." 



Throwing more money at the 
schools is never an answer, but 
providing more money to be used 
effectively is one answer. The re- 
searchers argue for greater federal 
resources devoted to programs that 
serve educationally disadvantaged 
children and to research and develop- 
ment of new and more cost-effective 
strategies. 

"We need both more resources and 
more effective ways of using those 
resources," the researchers conclude. 

Reference 

Natriello, Gary, McDill, Edward L., 
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